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WHAT HAVE VALUES GOT TO DO WITH IT?






As communal division spilled into violence in Northern Ireland from 1969 onwards, a persuasive lobby led by educationalists and others (Richardson, 1992; Smith, 1996; Fulton et al, 1996) argued that the formal education system should be directly engaged in countering ignorance, prejudice and sectarianism. In 1992 the cross- curricular themes of 'Education for Mutual Understanding' (EMU) and 'Cultural Heritage' were made a statutory requirement of the Northern Ireland Curriculum and in 1996 the themes were conjoined under the four principles of mutual respect, interdependence, cultural understanding and understanding conflict (NICCEA, 1997). In effect, the cross curricular model placed a statutory obligation on all teachers, primary and post-primary, and of whatever subject background, to promote the themes, and, by implication, the liberal value base within them, through their teaching. Much of the language of EMU was expressed in terms of mutual respect in the context of personal relationships and as such most teachers could find elements to identify with. However, when EMU/Cultural Heritage addressed cultural and political issues in Northern Ireland more directly then its implementation was likely to be more problematic. There has been little consensus in society on such issues. Teachers are drawn from that society and, therefore, also reflect its different allegiances and outlooks. This presents particular challenges for those engaged in preparing teachers for involvement with EMU/ Cultural Heritage. 
The study by Smith and Robinson (1996) on the initial five years of the themes' implementation illustrates many of these challenges. They concluded that while the cross-curricular themes had achieved much in encouraging schools to recognise responsibility in the area of community relations and in bringing an associated language into common usage in schools, there were also significant shortcomings in how the themes operated in practice. Teachers, when they did engage with the community dimension, too readily saw EMU as about establishing cross-community links between schools rather than giving priority to them within the curriculum. They found the themes difficult to pin down and thus tended to interpret them in ways compatible with their own thinking and practice. More contentious issues tended to be avoided and even when the desire was there to engage with them few teachers felt adequately trained and confident. Given these observations, then, teacher education has a critical role in supporting interventions in the field of community relations. 

This paper takes as its starting point a media-based initiative, Speak Your Piece (SYP), which sought to develop the handling of controversial cultural and political issues in Northern Irish post-primary schools. It establishes the context of the project before concentrating on one aspect of its work, which proved particularly problematic, introducing the project's philosophy and approaches to student teachers. First, the nature of the engagement is described. Then, factors, which may have contributed to these responses, are analysed. Finally, questions are raised for initial teacher educators. 
Speak Your Piece: the context 
SYP took as its key principles: 
dialogue which is forthright and inclusive 
alternatives to violence and avoidance as ways of responding to conflict 
Participatory decision-making which encourages democratic processes. 
The project worked with two pilot groups of twenty teachers and twenty youth workers. Using the Channel 4 TV series Off the Walls as a resource approaches were adapted and developed which used active learning to engage young people in discourse. Focus was placed on the role of the practitioner in facilitating such work in a society in conflict. Particular emphasis was given to the importance of practitioners first working through their own biographies, and clarifying their own positions on issues by experiencing the suggested strategies before applying them with young people (McCully et al, 1999). Part of the dissemination strategy involved one-day courses organised for teachers and youth workers in conjunction with the Education and Library Boards (Northern Ireland's equivalent of local authorities). These introduced participants to the project's philosophy and resources and provided opportunities for experiential activities that fostered frank and open debate on difficult issues. 
Two activities used were the 'Four Comers' exercise and 'Personal Maps'. 'Four Comers' is a whole group walking debate during which a series of increasingly contentious statements are read out (e.g..People in Northern Ireland should be allowed to march wherever they like", "There can be no peace process without the release of paramilitary prisoners"). Participants are asked to take up a position in either a. Strongly Agree", "Agree", "Disagree" or "Don't Know" comer. Facilitators ask them to explain their position and engage them in debate. Later, labels such as 'British', 'Irish', 'Northern Irish' and 'Ulster' are substituted and a similar approach taken. 'Personal maps' is a more reflective activity that asks participants, in small groups, to record diagrammatically the people, organisations and events that have most shaped their cultural and political thinking. These diagrams are then shared with the group. 
The training days were generally well received. Twelve in-service courses were run under the auspices of the ELBs each involving between fifteen and forty participants. The evaluation instruments varied slightly in each Board but returns show an overall 97% positive rating for the days. Despite frequent references to discomfort and being challenged most participants valued the training from a personal standpoint and also for their professional relevance. As the courses were well received so the project team assumed the format employed would also be appropriate for use in initial teacher education with PGCE and B.A. (Hons) Education students. (For a detailed analysis of the positive impact of SYP on experienced teacher and youth-worker practice, consult the final report of the SYP experience www.ulst.ac.uk/unesco/cpspeakpiece.htm). 
Before contrasting the in-service with the pre-service experience, attention should be drawn to one significant factor. Those who attended the in-service training courses were either youth workers with an interest in the community relations field or teachers who put themselves forward because, however tentatively, they had a desire to see schools intervene more directly to address divisions in society. With initial education the sessions were mandatory for both primary and post-primary students. 
Pre-service student teacher Provision
Over a three-year period SYP ran seven sessions for student teachers. These contained similar experiential activities to those used in in-service work, including, on each occasion, the 'Four Comers' exercise. Numbers participating ranged from twenty-four in the B.A. (Hons.) group to over sixty on the PGCE post-primary course. 
Responses varied from session to session, and even within sessions reactions tended to be polemical. For example, following the two PGCE post-primary sessions in 1998 the contrasting expectations of students, and their perceptions of its utility, are encapsulated in the following comments: 
I feel the personal maps and Four Corners exercise are excellent media through which pupils could be directed to express their own opinions within safe parameters, and also be exposed to the opinions of others. 
Not very helpful. All it did was cause controversy and it did not give any tips on HOW to incorporate this EMU into teaching. 
The tendency of the work to produce emotive responses is further emphasised by incidents that occurred during or after sessions. After one session two History students lodged a complaint with their course tutor regarding the poor standard of teaching. After another, the facilitators felt it necessary to terminate the 'Four comers' exercise and hold a debrief. A journal kept by a project officer captures the issues from the project's perspective, 
"Paul brought the exercise to an end when one of the participants questioned its purpose and asked why we were bringing division to the group. In his observation role Paul was becoming aware of rising tension. Instead we proposed a debrief session after coffee. Only a minority remained for free coffee, but all returned to talk through the session. The follow up was forthright. There was a feeling amongst many that the work was causing unnecessary tension and threatening established friendships. Some could not see its relevance for primary teachers. A minority acknowledged that there was avoidance and that such work was important. They drew attention to the fact that students often sat and worked in groups from one tradition. »

The critical reaction of students was taken very seriously by the project team. Each succeeding session was altered to try to overcome the resistance encountered. In the 1999 PGCE post-primary session, featured below, the statements used for the Four 
Corners exercise were reshaped to ensure that they had a direct educational relevance (eg. "Teachers in NI have been the naive bearers of sectarian culture", "EMU is pointless in a segregated school system", "I would be prepared to invite an ex-paramilitary prisoner to my classroom as part of a Citizenship lesson"). Ironically, despite the facilitators sensing that the session had gone well, the evaluations proved more critical than before. 
Values in Education 
The issues raised by the students in these evaluations along with the broader pedagogical issues associated with the SYP sessions fell into the remit of a Pill study currently being undertaken by one of the authors. The focus of this research is on values and initial teacher training and in particular the nature of value perspectives which PGCE students hold and their perceptions of the "values dimension. of the PGCE courses which they are currently following. 
Briefly, it is worth explaining the background to this research and the connections between it and the SYP experience. The impetus to research values and initial teacher training arose from the fmdings of previous research, (Montgomery & Smith, 1997), which sought to evaluate the current provision for values in the curriculum, and in teaching and learning activities in schools in Northern Ireland. The findings from the research indicated that there was an overwhelming emphasis on the cognitive and technical elements of the curriculum often to the detriment of the social, emotional and moral aspects. Also, while values were recognised as being an inherent part of the curriculum, few teachers could actually identify how an explicit consideration of values informed their daily preparation for teaching, (ibid.: 117). Having explored the concept of values and teaching with practising teachers, the PhD study wished to ascertain to what extent values pervaded initial teacher training courses, and if student teachers were able to identify such a "values dimension". Also, what was the nature of the values held by student teachers and what kind of bearing these might have on their teaching experiences. 
The study was also interested to discover what provision, if any, had been made on PGCE courses for student teachers to engage with the broad area of personal, social and moral development, values and citizenship - new areas which are being given greater prominence in the current curriculum review (NlCCEA, 1999). 
Methodology 
When the SYP experience occurred in January 1999, a pilot study was being conducted with a small group of PGCE students. This group contained post- primary students from the disciplines of Music, Geography, History, English and Art. A range of issues was discussed in interviews with students. These included students' views of the PGCE course content and structure, their experiences on teaching practice, relationships with tutors, fellow students and teachers in practice
schools, and student perceptions of the extent to which the course had impacted on their personal and professional development. 
During these interviews reference was made by the students to the SYP session. They described their individual experiences of the session, indicated their views of the activities and the interactions that occurred between the facilitators and students and also made some references to the follow-up informal discussions, which occurred between themselves and other students. This data enhanced written evaluations of the session, which were recorded and returned by over 50% of the participants. Feedback on the session was also recorded by the two facilitators who acted interchangeably as participant observers. 
Factors, which had a perceived impact on students' responses 

An analysis of respondents' comments and observations collected via the various methods outlined above, suggested that a range of different factors appeared to have influenced students' experiences and evaluations. Some of these factors are quite specific to the session itself, while others relate to students' and facilitators' observations and experiences of other aspects of the PGCE course. These factors fall into three categories; 
(a) situational 
(b) methodological 
(c) personal values and beliefs of student participants. 
Situational Factors 
Participants drew attention to weaknesses in the provision of the SYP session relating particularly to the time available, the numbers of students involved and the physical environment of the lecture theatre in which the session was held. 
The 1999 programme was reduced from two three-hour sessions to one three-hour session. This left very limited time to discuss the outcomes of the session even compared to one-day INSET courses. The follow-up, two-hour, small-group seminars were held a week later for all participants but these were led by tutors not present at the workshop and students did not always make a connection between the two sessions. Between sixty and seventy students took part in the SYP session, almost twenty more than the optimum numbers identified in in-service work. Also the lecture theatre used was rather dull and stuffy. 
Prior to the session, facilitators were aware of all of these constraints but chose to compromise their own established practice guidelines because of their commitment to the work and their desire that student teachers should encounter work of this nature at least once in the PGCE course. That they did so is partially a comment on the pressures exerted by the initial teacher education curriculum. Arguably the reactions to the session indicate that it was detrimental to do so; however, the situational constraints alone do not explain the strength of emotional reaction to the session. 

Methodological and Curriculum Factors
 i) Context of the SYP session within the PGCE course - as indicated above, the session was included as part of a programme on 'broad curriculum issues', which up until this session had been delivered as formal lectures. Students commented that these sessions were mainly "information giving" and they "tended to sit and listen". The unexpected change in structure and the active, participative nature of the SYP session may have come as something of a shock to some students. 
ii) Teaching approach - conversations with students and an analysis of student 
evaluations indicated that participants regarded the methodologies employed in the SYP session as being "unusual" and "thought-provoking" or less positively "irrelevant" and "inappropriate". As outlined above, the approach used was both active and interactive. It involved making choices, engaging in personal reflection, and expressing a point of view. By definition, it also encouraged openness and involved participants taking risks. It was clear that not every student was comfortable with this approach. Indeed it was an expectation prior to the session that some students would experience some discomfort. However, the nature of students' responses suggested that the session had provoked something more. Students in their evaluations referred to the "unnecessary tension" which arose from the session, and of having their "emotions wrongfully aroused". Almost one third of respondents felt that the experience had been "threatening," "confrontational" or "provocative". 
iii) Curriculum Relevance - students confessed in interviews, that in any class or seminar they tended to immediately look for resources, ideas, approaches or activities that they could use or adapt for use in their teaching practice. Several students commented that sessions which had no immediate, perceptible "practical value" were generally not rated very highly. They were therefore seeking throughout the SYP session to identify how the activities could be made applicable and relevant to their classroom practice. More than one student however commented that this particular session was "irrelevant - a waste of our time" or suggested that it was "not very informative about teaching methods". It is also interesting to note however that a number of students did indicate that the session offered "some excellent guidelines on teaching controversial issues" and that it "allowed us to see the potential difficulties with incorporating Northern Ireland and personal views into the classroom ". 
During any lecture or practical session, students also tended to draw links between the content of the session and their specific subject area. Several students felt the activities in the SYP session were "only relevant to history and politics students" or "of no use to an art teacher". Others felt the irrelevance of the session stretched further, "this activity was irrelevant to the practice of EMU in schools", and "this had no relevance to the PGCE course whatsoever". Participants' responses suggested that in the context of the PGCE course, the SYP session was 'out of kilter' with the course emphases. speed' and ethos. In their view, it did not enable them to teach their subject more knowledgeably or effectively. An opportunity to 'slow down' and reflect a little was, at least for some students time wasting and unnecessary, and in addition, the activities themselves were not perceived by students as immediately contributing to good discipline or classroom management. 
Students' responses to the session also raise questions about their understanding of EMU. The majority appeared to have anticipated that the SYP session would offer them practical, adaptable activities that would help them to "teach" the theme. Instead, the session had sought to provide students with an opportunity to reflect on and engage with some of the issues and processes underpinning EMU, and to consider some of the challenges associated with these. For some students, such an experience did not equate with their understanding of EMU "I thought EMU was about bringing people together", and "I didn't know it was supposed to split [them) up. " 
It is perhaps worth noting that the political and social issues raised in the SYP session may well have impacted on students, and it is possible that this may have been the first opportunity they had had to express their views in a formal educational context. Also, student teachers by definition are of course still engaged in learning and developing their teaching practice and the prospect of dealing with potentially difficult and emotionally charged discussions on a range of political and social issues is a daunting prospect. One student did however express a concern about her peers' reluctance to engage with the issues. She commented "...if they [the students] can't discuss things with their peers, why are they becoming teachers?" 

iv) Contact with Facilitators - the two SYP facilitators had experienced only limited contact with the student group prior to this session. Many of the students were therefore meeting them for the first time and forming impressions of them based solely on their experiences of the SYP session. Quite a number of students picked up on the facilitators' references to their involvement in the SYP project, which may explain their frequent references to them as "researchers" rather than teacher educators or even teachers. This was despite the facilitators making various references to having employed similar methods in their own classroom teaching. Several students claimed that they "felt like guinea pigs in their research project" or that they were being "used as a research resource. " 
A substantial number of students were angry and indignant about the perceived impact of the SYP session on the dynamics within the group. One student commented that "a well-gelled group were put in an position most of them did not want to be put into" and in the light of the EMU remit, the facilitator should have been "exploring ways they could be joined together - not split up. " Clearly some students felt that the collegiality established between members of the group was under threat and it was wrong of the facilitator to encourage debate and dissent. A few viewed the situation slightly differently, commenting that the discussion "highlighted the levels of prejudice which exist in the group" and "we'll hove to face these issues sometime so it was good to discuss them."
The relatively intense nature of the one-year PGCE course meant that students were heavily reliant on the knowledge and guidance of their course tutors. In interviews, students admitted it was unlikely they would be able to study in depth 'every relevant aspect of teaching during the PGCE course, but it was imperative that they "picked up the essentials" and they were dependent on tutors giving them the necessary information and helping them to select what was essential and what was perhaps only "desirable," Clearly, the SYP session was not perceived by a number of students as an essential element. Others were unable to see its purpose and some students suggested that more "practical advice which we could apply" would have been more beneficial. This was interpreted as a reference to lesson planning, again emphasising students' failure to grasp the purpose of the session. 
As the majority of sessions with tutors tended to focus on handling and assimilating information or encouraging the development of particular skills, the promotion of an active debate on controversial issues was clearly a different role for course tutors to have adopted. In this context, the students may not have perceived tutors as immediately encouraging and supportive, (as they generally regarded them), and so were confused by the incongruity of the "tone" of this particular session with those of previous sessions. 
v) The perceived ethos of the PGCE course - the SYP session presented students with the opportunity to challenge and be challenged. This appeared, at least for some students to be a deviation from what they perceived as the general nature of the ethos underpinning the PGCE course. Interviews with individual students suggested that in the majority of classes they were recipients of knowledge and were not generally encouraged to ask too many questions, nor to challenge, in any depth what they were hearing. One student commented, "you generally try to do what they tell you”, you don't really feel like you should ask too much." A mature student said that she had asked questions at the beginning but as the course progressed she became aware that she was a "lone voice". She worried that she was drawing attention to herself and that her tendency to vocalise her responses to sessions might prove detrimental to her chances of successfully completing the course. 
Students also made references to the inherently competitive nature of the PGCE course, commenting that while they got on well together, they were always aware that ultimately they might one day be competing for the same jobs and that they required good references from lecturers. They felt that through continual assessment they were always under scrutiny and that their responses and behaviour were constantly being monitored. One student commented that 
he felt he was "always putting on a kind of act - you have to - you don't feel you can let up for a second." If it was the case that students had learned to behave in a particular way, or to feel they were searching for a 'right answer' or 'correct response', it seems quite probable that students would have been sent a little off-balance by the nature of the activities in the SYP session.

Influence of Personal Values and Beliefs
One of the aims of the SYP session was to encourage students to think about and reflect on controversial issues, and to consider how their own beliefs and attitudes could inform their approach to teaching. Student responses suggested, however, that such issues (particularly those relating to cultural, religious and political identity) were an inappropriate focus for discussion. One student commented that one activity in the session 'appeared to be an attempt to call my values into question - my values are the values I will cherish and keep. " 
Some students conveyed the impression that personal values had little or no place in the classroom or curriculum, expressing this through their comments about the irrelevance of the session. While some students felt that the session did "provoke individuals to think and speak honestly" and offered them the opportunity to 'challenge pre-conceived ideas', a significant proportion felt that the session was 'intrusive and unnecessary", or that the .time could have been spent more rewardingly ". 
Discussion 

In considering students' feedback a number of key issues emerged. The first relates to the nature of professional constructs, which students create during their training; in particular, the kind of construct, which students have formed of the 'good teacher.' From student interviews, it appeared that this is someone who is well prepared and organised, who has a good knowledge of their subject and ability to 
effectively control and manage a class. The construct is based quite heavily on technical and subject competencies, strongly reflecting what Ralph (1994: 187) describes as the 'positivist technicist paradigm.' He suggests that a focus on these competencies in teacher education has entailed a shift in emphasis away from reflection grounded in practice to the structured acquisition of measurable elements of cognitive and technical proficiency. Responses from students participating in the SYP session appear to substantiate this argument. This raises questions regarding the affective dimension of teacher training, including the criteria employed in the selection process, the nature of course content and assessment - specifically the nature of the competency model. This research clearly suggests that teacher training is heavily weighted towards cognitive and technical competencies with much less emphasis placed on personal, social and emotional attributes within the competency framework. 

Related to this first point is the issue of personal values and the perceived role they play in teacher training and educational practice. The research of Montgomery and Smith (1997) suggests that educationalists strongly believe that it is not possible to divorce values from any aspect of education. This raises interesting questions around the issue of exploring values at the initial teacher training stage; whether students should be encouraged to explore their own personal values and beliefs and the extent to which values are transmitted in the classroom and school through the formal, informal and hidden curricula? Moses (1998: 3), exploring the induction experiences of beginning teachers reminds the reader that 'every teacher is a unique human... with her individual hopes, fears, assumptions, needs and ambitions' and emphasises the importance of 'personal competence' for the beginning (and experienced) teacher. This is described by Zimpher and Howey (1987: 110) as "self-actualisation" involving the development of values through dialogue with the self and others. This clearly points to a need to develop opportunities for reflection and discussion with peers and tutors. The alternative, according to Moses (and this echoes Ralph's observations) will be to over-emphasise 'skill orientated competencies and the acquisition of standards, for assessing performance' thereby resulting in the 'dehumanising of the teaching profession' (1998: 3). 
Research into PGCE students' social and political views (Walkington & Wilkins 1999: 6) suggests there is a correlation between the nature of their views and their ideas about the purpose of education and the role of the teacher. It also suggests that these views impact directly on their classroom teaching, particularly in the area of citizenship and more widely in the teaching of values. The nature of the feedback collected from students who participated the SYP session did not afford an opportunity to consider the correlation suggested by Walkington and Wilkins. 
However, indications from a current review of the Northern Ireland suggest that a greater emphasis will be placed on citizenship, an area which expands on a range of key concepts derived from EMU and which advocates an open, critical and participative teaching and learning approach (Arlow, 1999). Considering the proposed timing of its introduction to the curriculum, there is a strong likelihood that students who participated in the SYP session may become engaged in the teaching of citizenship at some stage in their teaching career. 
Interestingly, Walkington and Wilkins suggest that students with a critically reflective "worldview" tend to express citizenship in terms of attitudes and values, (1999: 4). In their study, those demonstrating a more individualistic, narrow wor1d- view tended to exhibit a narrower understanding of citizenship. From the student sample, those exhibiting the former tended to be older, while the latter view was adopted by younger students. Closer examination of responses suggested that this had more to do with 'life experience' than age. In dealing with controversial or sensitive issues, students suggested that the 'broad context of their position affected their practice'. Citizenship was perceived as a contentious subject and 'too oven a concern with any sensitive issue was considered to be particularly problematic for a student teacher' (ibid: 14). 

Given that students in the SYP study were evidently still on a steep learning curve and quite reliant on their tutors, it may be more appropriate for students to undertake the activities when they are more familiar with the demands and challenges of the curriculum and have established themselves in the classroom. The findings from the Walkington and Wilkins' study substantiates the SYP evidence that experienced teachers are more likely to be able and willing to engage with controversial issues. Possible reasons for this are that these teachers feel more at ease with different forms of classroom management and teaching strategies and are more confident in their own teaching ability and personal views and opinions. They may also have encountered difficulties in addressing particular controversial issues and have been actively seeking new strategies. Also, established teachers were clearly not experiencing the SYP session in the same context as student teachers. The latter were participants on a full and comprehensive training programme, taking them through a range of unfamiliar knowledge, skills and activities, all of which was compulsory. Established teachers had chosen, voluntarily to attend the SYP sessions. 
Conclusion 
The responses from students to their experiences of the SYP session evidently raise a series of key questions relating to the values dimension of teacher training. The basis for these questions may be taken from a comment made by Walkington and Wilkins, when they suggest that there a need in teacher education for a shift from subject-focused training to 'a much more holistic process' (1999: 18). These questions are presented as a stimulus to promote further reflection and research in this particular area; 

If student teachers' particular world-views go unchallenged does this mean that it is unlikely students will develop critical reflective models of teaching? Is it enough to assume that student teachers will acquire such reflective skills in the course of their teaching experience, or should greater provision be made to provide a platform for this in initial teacher education? 
How can the technicist emphasis within Initial Teacher Training be broadened to incorporate the personal, social and emotional dimension of education? Can this be achieved through broadening the existing competency model? 
Should personal, social and emotional attributes become more important considerations in the selection criteria set for applicants to PGCE courses? How might such attributes be judged? 
Finding responses to these questions may contribute to the emergence of a greater number of reflective and effective practitioners, more akin to teachers encountered through SYP in-service work; those with a willingness and aptitude to engage young people in discourse on the issues, attitudes and values which impact on civic society. 
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